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New Sprouts ...
Since we were last
together in a journal,
we have added
fluency to the
knowledge
components of prior
knowledge,
metacognition, text
structures and context.

Fluent Readers:
Every Teacher's Dream
by Theresa J. Catalina

Let's day dream for moment.
Imagine that all your students are fluent
readers. What would be going on in
your classroom? All your students
would have freedom from decoding
problems and all their attention would
be given to the meaning rather than
word identification while reading. Your
classroom of fluent readers also
understands how to adjust their reading
pace to accommodate the purpose, style
and difficulty of the material. Your
teaching is centered around the content
of the material focusing on concepts.
Because your students are fluent
readers, they are confident and "risktakers". Discussion of both narrative
and content text is rich and interactive.
Obviously, dreaming will not
create fluent readers in your classroom.
This article is intended to define fluency
and suggest activities that will develop
fluency in your readers.
Many educators feel fluent
reading is accomplished through the
teaching of phonics skills in a sequential
manner. With this method, a child may
not be given a book for several weeks
into first grade and the instruction in
the name of reading consists of a letter
recognition, sound-symbol relationship,
drills both oral and in the form of
worksheets. These so called "reading
skills" become an end in themselves,
rather than a means through which
children can become fluent readers and
gain access to the pleasures and

purposes of print.
Furthermore, some teachers argue
that children need to have a bank of
high frequency sight words that they
recognize immediately. For many
students this is accomplished through
rote learning of words on flashcards.
The fluent reader possesses a large sight
vocabulary; however, it may not have
been obtained by word drill, but
acquired as the reader constantly tried
to make sense of meaningful, written
print encountered in a variety of
contexts.
Fluency for reading is more than
pronouncing the words with speed and
accuracy. Read the following paragraph
aloud.
His arrows were near 1y
gone so he sat down and
stopped hunting. He saw
Henry making a bow to a
little girl who was corning
down the road. She had tears
in her dress and tears in her
eyes. She gave Henry a note
which he brought over to the
young hunters. Read to the
boys it caused great excitement. After a minute but
rapid explanation of their
weapons they ran down the
valley. Does were standing at
the edge of the lake making a
per£ect target.
(Smarr 1979)
Did you make some miscues? If

you were reading for meaning, you
probably self-corrected when it didn't
make sense. Strategic fluent readers
self-correct when meaning fails. A nonfluent reader is concerned with
pronouncing the words and may not
even
realize
the
errors
in
comprehension.
Successful fluent readers:
• expect reading to make sense
• can predict what is to come in
the text on the basis of their
understanding of content,
language, and print
• can test their predictions
• can correct themselves when
predictions are unsatisfactory.
Fluent readers proficiently and
simultaneously use three cueing
systems in an attempt to construct
meaning while reading. As we read, we
use three language systems and cues.
• Semantic Cues deal with
meaning from our experience
and knowledge about the
content.
• Syntactic Cues deal with our
knowledge of language
structure and patterns.
• Grapho-phonic Cues deal with
our knowledge of the conventions of print and the relationships between sounds and
letter symbols.
Imagine that you meet an
unknown word in a sentence.
It ______ across the grass.
You know the word must be a
verb because of your knowledge of
language structure. This is referred to as
a syntactic cue.
Now look at the sentence in the
context of the one before it.
John let his pet rabbit go.
It _ _ _ _ _ across the grass.
You now have more information
from your backgroun~ knowledge of

rabbits. You can now predict the word
is likely to be "hopped" or "jumped".
This is referred to as a semantic cue.
You now need only a little further
information to determine what the
word is.
John let his pet rabbit go.
It h._____ across the grass.
The initial letter is enough to
enable you to predict that the word is
"hopped". The information is a graphophonic cue. (Beginning Reading, 1986).
Dorsey Hammond from Oakland
University uses an analogy of a trumpet
to illustrate the use of cueing systems.
The keys played on the trumpet need to
be used according to the music played.
There is no sequence dependence; that
is, we don't need to use the first key
before we use the second or third. It's
the same with reading. Perhaps as
teachers, we have overused the "soundsymbol key" which causes the key to
stick, hindering the flow of fluent
reading.
We use the three cue systems
simultaneously; at times we depend on
one cue more than the other. If we are
reading about an unfamiliar subject, we
may depend more heavily on the
grapho-phonic cue. If we are reading
about a subject for which we have
background knowledge, we will use the
semantic and syntactic cueing systems
to a great extent.
The above illustrations suggest
that fluency can be defined as the
proficient, simultaneous use of the
cueing systems in an attempt to
construct meaning while reading. We
may agree that the above rationale is
important to help us understand the
functions of a fluent reader, but as
teachers we need suggestions of how
our dream of creating fluent-thinking
readers can become a reality.

Reading Aloud
The best way for teachers to
model a love of reading and of books is
to read aloud daily from good
children's literature. In reading aloud
big books or conventional books, the
teacher models expression and dramatic
interpretation of the text which teaches
children a great truth. Reading is not
the sequential naming of words, but the
translation of printed symbols with
meaning. In silent reading, the
translation is done in the mind, but in
oral reading the translation is done by
adding the meaning-hearing intonations of oral language. ''I'll huff and I'll
puff and I'll bow your house in" should be
read in a wolfish way. (Literacy
Through Literature, 1988).
Predictable Books
The first type of text to teach
children to read should be highly
predictable. Predictable books enable
the reader to predict the next word, line,
phrase, or episode. Materials which
contain these characteristics are called
patterned or structured language
materials (R. Nodes, 1979). Some
examples of pattern books are: The
House That Jack Built, The Little Red
Hen, and The Z-Was-Zapped.
Instructional purposes for using
predictable book are:
• to build sight vocabulary and
fluency
• to teach rhyme and word
families
• to teach comprehension skills
predicting
cause and effect
sequence
• to integrate reading and
writing.
Another important value of using
predictable materials in reading
instruction is that it helps readers

develop positive feelings about
themselves as readers. Because of the
repetition, children can read with
fluency even before they can recognize
all of the individual words. (Len,
DeGroff and Simon, 1985).
Choral Reading
"There's nothing worse than
a bunch of poor readers sitting
in a circle hearing other poor
readers read poorly."
(R. V. Allen, 1976)
Children who are engaged in
multiple rereadings of predictable text
through choral reading do not
experience the embarrassment and
frustration in stumbling through a poor
oral reading performance in front of a
group. Through choral reading, the
poor readers are aided by the more
fluent readers in the group. When
children do much choral reading of
predictable texts, they are able to read
smoothly, rather than in the halting
manner of round robin reading. (Bridge,
1989).
Practice, Practice, Practice
Children learn to read by reading
(Smith, 1982). If children are to become
fluent readers, they must practice
reading. This practice can be
meaningful through repeated readings
of predictable books, choral reading,
language experience stories, readers'
theater and sustained silent reading
(S.S.R.).
An alternative to round robin
reading of the basal is Hoffman's "listen
first/read later" approach. This method
is especially beneficial for beginning
and poor readers. Instead of students
reading silently the basal selection, first,
the teacher reads the selection aloud to
the children while they listen with their
books closed. Second, the teacher and
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the children construct a story map. The
students discuss the parts of the story
as the teacher writes the map on the
chalkboard. Third, using the story as a
. guide, the students dictate a summary
of the story. The students reread the
story summary from the chalkboard.
Fourth, after reading the story silently,
the students each select a section of the
story to practice rereading in preparation for reading orally to the group.
Sixth, after silent reading practice, the
students read their section orally to the
group and the rest of the group listens
with books closed.
This approach of "listen-first/
read-later" is effective mainly because,
by first hearing the story read by the
teacher as a good reading model, they
are able to concentrate on the meaning.
After they fully discuss and comprehend the selection, they are able to
focus on reading accuracy and fluency.
The last point we will cover in
how teachers can help students become
fluent readers involves creating a riskfree environment.
Richard Allington' s research
shows that poor readers are interrupted
four out of five times. Good readers are
interrupted one out of five times. When
good readers make miscues, the teacher
says, "Did that make sense?" When poor
readers miscue they are usually asked
to "sound it out" which causes them to
focus only on letter-sound correspondences, rather than using the context
clues to help them figure out what
makes sense.
What good readers learn when
they are not interrupted is that they
need to self-correct. Good readers
monitor their own interruptions to
make sense of print. Poor readers don't
get the opportunity to self-monitor.
When teachers constantly interrupt
poor readers, they contri_bute to lack of

fluency.
In conclusion, teachers can
promote fluent readers in their
classroom through meaning based
instruction rather than through a
sequential skills approach to reading
instruction. A literate school and
classroom
environment
which
surrounds children with books and
print, along with a risk-free classroom
are essential ingredients in creating
fluent life-long readers.
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